This paper reports on the results of a meta-analysis of first year pre-service teachers' investigations of two transcripts of teacher/student talk. The first is set in the home environment and the second in the classroom. Working with specific tools of analysis and knowledge of the role of talk in literate, cultural and social practices they identified evidence of effective literacy pedagogy. They presented their findings in the genre of a written comparative analysis. The results showed the discourse analysis task helped them understand the vital role of the adult's talk in scaffolding children's leaming in each context and raised awareness of how the adults' cognitive "moves" impacted on the scaffolding of literacy learning. Outcomes highlighted the need for teacher preparation courses to focus on the way classroom discourse relates to pedagogy and children's literacy leaming by providing exemplary teaching episodes, and studying the pedagogical language competencies involved.
INTRODUCTION
Being literate is of vital importance to people's ability to leam, and ultimately for their good health and wellbeing (DeWatt, Berkman, Sheridan, Lohr & Pignone, 2004) . It is also vital to pathways to work and further education, and lifelong leamers (Nguyen, 2009; Perkins, 2009) . Parents, teachers and community have a major role in placing children on the road to literacy and lifelong leaming. In everyday conversations, children are simultaneously leaming both the language of their community and their community's theory of experience. Wells (2010) stresses that as a result of children having different linguistic and cultural experiences, what they become depends on the company they keep and on what their leaming community do and say together. Halliday (1993: 107) emphasizes: "language has the power to shape our consciousness; and it does so for each human child, by providing the theory that he or she uses to interpret and manipulate their environment". A view of literacy instmction through the lens of such sociocultural theory helps educators understand that literacy and literacy leaming moves beyond a narrow skills and processes view of reading and writing. It promotes a wide range of literacy practices that are carried out for a range of purposes, and which occur in a range of social and cultural contexts (Barratt-Pugh, 2002 ).
However, current classroom leaming environments may not reflect this ideal and may treat children from diverse backgrounds as having inadequate language and skills to leam. In an attempt to move beyond this deficit mindset, Thompson (2003: 41) uses the 'virtual school bag' metaphor. By thinking of each child as having a 'virtual school bag' of resources to bring to school it becomes easier to appreciate that all children's school bags are full of equally important and highly valued resources. From this stance "the question changes from what they don't have to what they do, and how their capacities might be brought to bear in appropriating new school knowledges". So teachers need to be able to take the issues of language and culture into account, and particularly the socio-cultural and linguistic discourse of the classroom if they are to promote children's literacy leaming. This is also relevant to the ongoing calls for school reform and improvement of literacy outcomes. These remain high on the agenda a decade into the twenty-first century (Christie, 2004; Federalist Paper 2, 2007; Lingard, Nixon, & Ranson, 2010; OECD, 2003; Teddie & Reynolds, 2000) . While discussions continue on established strategies and approaches (Campbell & Green, 2006; Rowe, 2005) and there is recognition of the importance of linguistic and sociocultural background in literacy achievement, the role of teacher-student communicative interactions as evidence of the quality of pedagogy is neglected. Importantly, recent research (Blank, 2002; Culican, 2005; Hardman, Smith, Wall & Mroz, 2004; Rose, 2005a Rose, , 2005b van Es & Sherin, 2002; Wells, 2010) demonstrates that teachers need to understand the nature of classroom discourse and how their control of it influences pedagogy and leaming. It follows that regardless of other strategies for improving pedagogy and leaming without action at this level there would be a ceiling on the potential for mproved leaming outcomes. Specifically, Van Es and Sherin (2002: 592) describe how the novice teacher typically gives a literal description of what they observe is happening in a lesson compared with the expert teacher who interprets the events to discuss pedagogy and pedagogical decisions. In their argument for reform they conclude that, "reform requires that teachers develop new routines and attend to new aspects of practice in new ways". On this basis future teachers need to be able to aspire to this ideal and acquire a deeper understanding of the concept of effective literacy pedagogy. This places the onus on those involved in tertiary teacher preparation to design their courses and pedagogy accordingly.
With this in mind this research focuses on a first year teacher education foundation course that is designed to introduce pre-service teachers to the concepts and importance of socio-culttiral context and the quality of teacher-student discourse in the effective teaching of literacy. The depth of pre-service teachers' understandings and the value of their completion of a comparative analysis of transcripts of interactive talk as a pedagogical and assessment strategy are examined.
THE COURSE AND ITS PEDAGOGY

2.L Course background
At the start of their bachelor degree, regardless of teaching area or sector, students begin with a mandatory course in the foundations of literacy and language. This is a large course of approximately 400 students, who are enrolled both on campus (one city and two regional) and online. The latter students may be situated locally, nationally or abroad. The course revolves around an online "Study" site that is accessed by all students and staff Students attend tutorials on campus and online and participate in structured discussion fomms in tutorial groups. The study site is the also the "hub" for lectures, readings, resources, leaming modules, supporting information, communication, discussion fomms, messages and news, as well as self-assessment quizzes and access to assignment management.
The eourse theoretical framework
The course focuses on the way children develop language and literacy and how the discourse of the classroom impacts on their literacy leaming. In essence the students need to come to grips with Vygotsky's sociocultural theory and the constructivist approach to leaming, which are key theoretical bases that underpin their degree. In practical terms they need to grasp the major concept of explicit literacy teaching (Edward-Groves, 2011) and also apply specific tools of analysis to identify how teaching talk may impact positively or negatively on children's literacy leaming (Bull & Anstey, 1996; Culican, 2005) . The theoretical framework that underpins the course's focus on explicit literacy teaching through the study of classroom discourse is in keeping with contemporary research in the area of pedagogical reform Martin & Rose, 2005; Wilks, 2010) . For instance, research by Blaise and Nuttal (2010) and Hardman, Smith, Wall and Mroz (2004) , focused on teachers' understanding of how classroom discourse can reveal the quality of their scaffolding of children's leaming and use of high order thinking skills. More specifically, it is well recognised that the study of teachers' talk reflects their thinking or "cognitive decision-making" processes during their teaching in an effort to scaffold children's leaming. Bull and Anstey's (1996) research into talk differentiates between effective literacy pedagogy and two other types of interactions that demonstrate how children are merely kept busy following directions but not leaming or are not informed about what they are supposed to be leaming. This allows pre-service teachers to first categorise talk and identify effective and ineffective literacy pedagogy. Then the their analysis using Culican's Scaffolding Interactional Cycle (SIC) allows them to examine each teacher utterance in terms of that teacher's thinking or "cognitive move" taken to facilitate children's leaming (or not).
The course eontent and pedagogical approach
The eourse begins with a focus on children's language development from birth to beginning school. This leads into introducing students to the way children leam to read and the importanee of the home school connection and environmental print, besides approaches to the teaching of reading. There is a gradual lead into the study of teacher talk and creating an understanding of explicit literacy teaehing. This is scaffolded through observation/eritical structured discussion of video clips of literacy teaching episodes. The application of Bull and Anstey's categories of literacy pedagogy and Culican's (2005) scaffolding interactional cycle are demonstrated and a variety of transcripts of talk are coUaboratively analysed with course tutors. This ineludes working in small groups to develop altemative scripts to challenge and change the talk that represents ineffective pedagogy. The importance of the nature of talk is also exemplified in their textbook (Campbell & Green, 2006: 118-119) . In addition, the course includes six independent online leaming modules of which "teacher talk" is the focus two-thirds of the way through the 13 teaching weeks of the semester. At first students merely "react" to a transcript of classroom talk and then work coUaboratively with a partner to pairshare their opinions. This raises the question of the significance of talk and how it might be related to the effectiveness of literacy teaching. This aspect of the course is embedded in an investigation of rieh literacy leaming environments that also relate to weekly study of video clips of literacy teaching episodes. Students work coUaboratively to apply the given tools to analyse sample transcripts. They are provided with a matrix as shown in Figure 1 that lists the dialogue by line number and the possible types of instances across the top and space for comments. Sarah pays attention and shows she is engaged in asking how she can help. Mum gives Sarah some responsibility regarding an authentic task.
Mr. Hammond has been working with his Year 3 class on a theme of farm animals and growing one's own food. He introduced the theme through reading and dramatising aspects of the fairy tale Jack and the Beanstaik (adapted from O'Neill & Gish, 2008: 157) .
Mr Hammond was reviewing part of the story with the children. Together they read the following, which was presented on the white board.
One day in the middle of spring Jack and his mother found they didn't have any food or money. Jack's mother said, "We are in terrible circumstances Jack. I have to make a big decision that will have serious consequences. We will have to sell Daisy. You will have to take her to the markets and sell her so we can buy some food". 1. Mr Hammond: S1 : The first part of the first sentence tells us when this happened. S2: When was that Abbas? 3. Abbas: It was in the middle of Spring Sir. 
Figure t. Extracts from course talk analysis matrix
At the same time students are being taught how to write the genre of a comparative analysis essay as part of the course objective to enhance their own literacy skills. Again this is modelled with the assistance of graphic organisers and structured into their tutorial work. The assignment has specific criteria that are central to guiding students' through the writing process. Altogether students spend five hours of direct involvement in supervised analysis of transcripts of talk. But they also spend two hours in lectures on the topic and are required to spend a minimum of approximately 25 hours personal study through a range of structured. independent activities.
The course is designed to model the explicit teaching philosophy and tbe scaffolding of pre-service teachers' leaming. With this in mind the importance of language and sociocultural context is first introduced though their text book (Campbell & Green, 2006: 2-4) wbere a scenario is presented to illustrate how a person can be an outsider and misunderstand because of different socio-cultural context. A parallel situation of a child in a classroom is considered and Thompson's (2003) metaphor of tbe 'virtual scbool bag' is used to illustrate and refiect on how teachers might conceptualise connecting to children from diverse sociocultural and linguistic backgrounds. This is in opposition to seeing them as being in deficit because they are unfamiliar with the Standard English that pervades the socio-cultural context of school.
THE PEDAGOGICAL CHALLENGE
The pedagogical challenge for teaching this course is how to situate/engage/orientate first year pre-service teacbers (largely drawn from year 12) to make sense of tbe concept of literacy leaming. In response to tbis, the present research critically examines the value of the course's final assignment in its contribution towards assessing whether students have met the relevant course objectives. These include:
• understanding socio-cultural contexts for language and literacies leaming
• analysing teacher talk and understanding the implications for effective literacy teaching.
After completing various modules of study on theory and practice and finally on the analysis of classroom discourse the assignment requires them to compare tbe talk involved in a classroom-teaching episode with that of a parent-child communicative interaction. They are required to analyse the characteristics of the talk in these two "instructional" situations to compare the effectiveness of literacy pedagogy. They are advised that their comparative analysis "should discuss the evident differences between the social worlds of home and school, the roles of adults in both settings and the role of children in both settings, within the genre of this essay [and tbat] . . . some questions to consider are: How is leaming conducted at home and in school? What are the differences and similarities? [They are also advised that] . . . your essay should demonstrate insights about wby students in classrooms participate in particular ways and what changes may be necessary to classroom pedagogy because of tbis" (Course Materials, 2010: 19) .
LITERATURE REVIEW
The study of teacher talk and classroom discourse is grounded in Bull and Anstey's (1996; work on categorising pedagogy according to the nature of teacher talk and Culican's (2005) Scaffolding Interactional Cycle (SIC) approach to the study of teachers' cognitive "moves". Teachers' cognitive moves are represented in their dialogue with students. As they initiate talk and respond to students the thinking behind their pedagogical intentions becomes evident. The way they sequence their "in-the-moment" talk (Van Es & Sherin, 2002) or dialogic spells (Leung & Mohan, 2004) typically indicates the way they scaffold students' leaming. For example, as cited in Culican (2005: 5) , Rose (2004; 2005a) Other research (Christie, 2004; Gibbons, 2002; Nassaji & Wells, 2000; Nystrand, Wu, Morgan, Zeiser & Long, 2001 ) also reinforces the value of the analysis of classroom discourse in being able to reveal the essence of literacy pedagogy and help prepare future teachers for working with families and/or communities that represent cultures and/or languages different from their own. The importance of teachers' understanding of the sociocultural context and the need to build positive interpersonal relationships for successful literacy leaming is also pertinent to projecting an altemative to the traditional deficit view.
An additional advantage of this focus on teacher talk is evident in the work of several other researchers (Bhaba, 1994; Gutiérrez, Baque-dano-Lopez, & Tejeda, 1999; Moje et al., 2004; Soja, 1996) . They have advanced the idea that educators work to develop a third space in which students' primary discourses (those used in the home, community, and infomial social interactions) and students' secondary discourses (those endorsed in school and other formal institutions) intersect to form this third space, where primary and secondary discourses are merged. If educators were more attentive to the creation of these third spaces in schooling it would follow that greater attention would be paid to incorporating students' prior knowledge and experience, as well as current literacy practices in the school curriculum and classroom. Research conducted by Varellas and Pappas (2006) illustrates the productive instructional use of discourse in third spaces to promote science leaming. Bodrova and Leong (1996) explain that the social situation of development includes both the social context and the way children react to this context. This is reinforced by Schleppegrell (2001: x) , who notes that supposed leaming difficulties may be the result of children not being familiar with the discourse of school and as a consequence teachers need to analyze linguistic problems and take account of the fact that language is the primary medium of leaming and instmction. The application of functional linguistic analyses is seen as being able to "move us toward a classroom environment that builds on the strengths children bring to school and assists them in gaining control of the linguistic resources that are powerful for maintaining or challenging the current social and educational order".
Underpinning this context is Vygotsky's socio-cultural teaching-leaming process central to which is the theory that human cognition and leaming are social and cultural rather than an individual phenotnenon. This sociocultural perspective has important implications for students, parents and school communities. A key facet of this view of human development is that higher order functions develop out of social interaction. This means that children's extemal social world, in which they have developed, needs to be considered through (a) their engagement in social experiences and (b) their interactions with other adults that require both cognitive and communicative functions. Kublin et al (1998: 6-7) state that "Vygotsky (1934/1986) described leaming as being embedded within social events and occurring as a child interacts with people". This highlights the caregiver's role in imparting cultural knowledge and the need for social interaction to promote developmental change. The child's gradual mastery is seen as being qualified with cultural agency. This socio-cultural perspective situates children as leamers in authentic settings that create communities of practice within a contextualized model (Falk & Storksdieck, 2005) . Further argument for the need to reform literacy teacher preparation pedagogy is evident in Hardman, Smith, Wall and Mroz's (2004) research. They found that in spite of national reform strategies involving 'interactive whole class teaching' to improve literacy and numeracy teaching in the UK, teachers maintained a traditional pattem of classroom discourse. It was concluded that positive changes in teacher-pupil interactions depended on teacher-awareness of the lesson discourse interactions and the ability to self-monitor and self-evaluate to be able to adjust their talk. Coaching and talk analysis feedback were suggested as professional development activities. Van Es and Sherin (2002: 571) also raised the issue of teachers being able to adapt their instructional talk "in the moment" as they interact with the children in their classes. They noted, "a key tenet of mathematics and science education reform is the creation of classroom environments in which teachers make pedagogical decisions in the midst of instruction". In relating their research to the importance of understanding teacher cognition (Berliner, 1994) they highlighted its relevance to action for reforming pre-service teacher education. They noted that, "teaching is a complex activity, pointing out that teachers cannot possibly respond to all that is happening in any given moment. Instead, teachers must select what they will attend and respond to throughout a lesson" (van Es & Sherin, 2002: 573) . Leung and Mohan (2004) also discuss how the role of classroom, spoken discourse infiuences teacher-pupil pedagogy and assessment interactions. Children are seen as leaming best when they are actively involved in the production of knowledge in a dynamic, interactive environment. Their research takes a systemic functional linguistics approach to analysing classroom discourse involving primary school children in multilingual classrooms. For example, when describing a teacher it is observed, "his scaffolding takes the students through the process of justifying a correct answer on reasoned grounds, rather than rejecting an incorrect answer. Andy then moves to consider the next student answer and . . . again presses for reasons" (Leung & Mohan, 2004: 352) . They attribute the constructive sequence of relationships between the various strings (pedagogical rich sequences) of lesson talk (or dialogic spells) to teachers' cognition in aiming to make leaming explicit.
Importantly, it was found that quality interactions/dialogic spells were infrequent and that it was the presence of students' questions that had the strongest positive effect for promoting dialogic spells and discussion. The research also revealed that in low-stream classes authentic questions and uptake tended to occur at random compared with high-stream elasses. This suggests that where teachers are not skilled in developing dialogic spells to scaffold children's leaming there will be an impoverishment of the leaming environment. Thus, it is concluded that analysing classroom discourse provides a vital key to understanding and implementing pedagogical talk that is able to engage children in deep leaming.
Analyses of classroom discourse have also been shown to reveal how traditional pedagogical approaches create barriers for children's leaming. Blank (2002: 159) for instanee, cites Blank and White (1986) as arguing traditional "classroom discourse serves largely as a test of the students' acquired knowledge rather than as a vehicle for teaching concepts not yet mastered". This is bome out in the work of Bull and Anstey (1996) who show how children leam to respond in particular ways depending on the teacher's behaviour. The notion of "pedagogy of sehool" is seen as evident when teachers practice a question-answer routine that causes children to simply try to "guess what's in the teacher's head" rather than think about the concepts to be leamt. They also identify the "pedagogy of literacy lessons" where the classroom discourse focuses on children carrying out the teachers' instructions without making connections to leaming. These two styles, which are seen as marginalising some children, are contrasted with the "pedagogy of literacy lessons" where the discourse shows how the teacher models and scaffolds the children's literacy leaming to make it explicit. This latter diseourse style is explored by Culican (2005) through the use of the SIC (Rose, 2005a (Rose, , 2005b . She also eonsiders the limitations of the triadic dialogue of QuestionAnswer-Evaluate (QAE) as a means of analysing discourse, although Nassaji and Wells (2000) argue its useñilness depends on the goal of the activity that the discourse serves to mediate and, in particular, on the use that is made of the follow-up move. Concentrating on the teacher's talk the SIC breaks the talk into the series of "moves" of: 1. Prepare, 2. Identify and 3. Elaborate. Each move is described in terms of a sequential prompt to scaffold leaming. Culican (2005: 7) notes "the theory and practice of the Scaffolding Interaction Cycle is designed to ensure that all students are equipped with the knowledge resources required to participate successfully in classroom discourses that take place around texts". This approach replaces the typical repeated questioning involved in QAE (see Table 1 ) with teaching statements that direct children's attention to making meaning through inference, location and analysis (see Table 2 ). Gary: It's when we don't get enough rain to fill the dams and we can't water the garden. Abbas: (Cuts in) A drought's when nobody gets enough rain for years. Mr. Hammond: So what difference does it make to farmers like Jack and his Mum when there's a drought? [Children offer answers and teacher continues to question regardless of children's understanding or lack of participation.! Table 1 : The triadic dialogue of Question-Answer-Evaluate (QAE) as a means of analysing discourse (After O'Neill & Gish, 2009) In Table 1 the teacher, Mr. Hammond, has been working with his Year 3 class on a theme of farm animals and growing one's own food. He introduced the theme through reading and dramatising aspects of the fairy tale Jack and the Beanstalk. This excerpt, taken from transcript two (O'Neill & Gish, 2009 ) reflects the QAE sequence that, in this case, illustrates Bull and Anstey's pedagogy of school where the dialogue is not engaging the class group in literacy leaming. Table 2 shows two extracts from adult-child discourse in the homeenvironment (see fiiU transcripts in the appendix) where the dialogue reflects the application of SIC in the mother's use of shopping items and the Aunty's shared story. Elaborating is the "move that maximises the leaming for all students by focusing on literate language, exploring meanings and inferences, unpacking metaphors, developing metalinguistic awareness and connecting with students' prior knowledge and experience" (Culican, 2005: 13) .
In summary, this literature review highlights the importance of pre-service teacher education courses incorporating the study of classroom discourse as a means of raising awareness of the impact of language use on children's leaming. It also highlights the need for teachers to ensure that they are in tune with the socio-cultural context and diverse backgrounds of children in the way that they engage in classroom dialogue. Examples of how students are expected to analyse the transcripts by applying SIC and Bull and Anstey (1996) categories are provided.
The need for pre-service teachers to analyse such transcripts of adult/child discourse is justified as a valuable approach to gaining insights into explicit literacy teaching. Similarly, the researchers' approach to the conduct of a meta-analysis of pre-service teachers' interpretations of discourse to evaluate the effectiveness of the task is supported. It assists in gauging students depth of understanding of the influences of the socio-cultural environment on children's literacy leaming and how teachers need to be aware of their talk and cognitive moves in attempting to scaffold children's literacy leaming. 
METHODOLOGY
Stages in the compilation of data and other methodological issues
Tbe research applied a mixed methods approach where the researcb was conducted in two stages. Quantitative data were gathered on the scope of students' comparative analysis essays, followed by qualitative analyses of a sample of those that received the highest scores as scored by the course markers. Assignments are marked by staff employed in the course using specific criteria. Since assignments are marked only once by different markers a moderation process is invoked to address issues of reliability and validity. Each marker presents essays that refiect the range to a group meeting, and the course team leader and moderator (researcher one and two, respectively) are also available for consultation, wbicb is ongoing through the marking period of three weeks.
The two transcripts of talk were adapted for the purposes of the course from the first author's past research (O'Neill & Gish, 2008) . They refiect the range of transcripts available from other sources. They also include some dialogue that is specifically created on the basis of tbe researcher's teaching and professional experience. This was to stimulate discussion about pedagogy and facilitate students making tbeir own cbanges for improvement. Tbis approach is taken to encourage students to "play" with the dialogue and role-play in conjunction with tbe study of videos of real life literacy teaching episodes.
In stage one a 15% random, stratified sample of assignments (48) was selected from a total number of 317 in a first year foundation literacy course of four-year teaching degree. This course was offered across three campuses and online and, as a cohort, the students were supported by a single, common, online Study Desk that contained a variety of resources and discussion forums (ñirther information on the course pedagogy and content is presented in the background to the study). Sampling took into account the proportion of students in each offer and the proportion of those receiving passing grades for the total course within the four ranges of 50-64%; 65-74%; 75-84% and 85-100%. The distribution of the sample across offers and grade ranges is shown in Table 3 . (Other assessments included a small portfolio of literacy resources and seven mandatory, short, online self-assessment quizzes that tested understanding of course content, literacy pedagogy and basic knowledge of the English language). 
Rating of the essays
In order to answer the research question "Overall, what is the level of argument and synthesis evident in the students' texts?" the researchers developed a rating scale of 13 items to assess the essays taking into account only those essay marking criteria that were applicable to their understanding. This is referred to as the "Leaming Environment Talk Scale (LETS) (see Table 4 ). The original essay marking criteria considered evidence of knowledge of the role of talk in literate, cultural and social practices, scope of the characteristics used to analyse the talk involved in the two situations, evidence of critical analysis, comparison and conclusion, use of transcripts to support the argument, extent to which the essay exemplified the genre of comparative analysis and overall competence in and appropriate use of language and literacy, including spelling, grammar, punctuation and application of the APA referencing system. These criteria were weighted for the course assessment requirements, but for the purposes of this research the items required for the scale were designed to examine the essays from a different perspective. This was to gauge the extent to which the pre-service teachers' arguments referred to the topics/concepts involved and what depth of argument was achieved. A rating of "1" was allocated when the script omitted any reference to the item and a rating of "2" was allocated when the script raised the topic of the item or alluded to the topic. When the script linked the topic of the item to the transcripts then "3" was allocated and if the reference to the transcripts was reiterated or reinforced a rating of "4" was allocated. Only when a script linked the topic of the item to the transcript, reiterated or reinforced the topic and went on to treat the topic in greater depth, in terms of the role and applicability of language and culture, did the script receive a "5". Through this application it was possible to gain insights into the students' breadth and depth of thinking and understanding of the role of talk and its analysis. These essays were then independently rated by the two researchers using the five-point rating scale LETS. When the ratings were compared it was found that there was 100% agreement. In Stage two a purposive sample of five exemplary assignments was selected according to the application of LETS. The rationale for this selection was to gain insights into the highest quality texts since according to the rating scale descriptors any consideration of the lower level scripts would be limited in being able to reveal any depth of argument. While analysis of the lower level scripts may have assisted in identifying how students could improve their essay writing it was not counted as necessary for the purposes of this research focus on students' demonstration of higher level understanding. A qualitative analysis was then undertaken to investigate in more depth how these pre-service teachers used the transcripts to demonstrate their understanding of the power of talk and the impact of the socio-cultural environment on literacy leaming. It also considered the extent to which they were able to make recommendations for change to improve children's literacy leaming (which lower level scripts did not do). Finally, the researchers consider the findings in terms of tertiary pedagogy for engaging pre-service teachers with the issues and good practice involved in developing children's literacy leaming in today's diverse leaming contexts. The research questions were: "How did the comparative analysis task demonstrate pre-service teachers' ability to critically reflect on practice?" and "What insights did the meta-analysis provide with respect to improving tertiary pedagogy and assessment for pre-service literacy teachers?"
RESULTS
The results of the application of the LETS are shown in Table 4 . It shows the percentage ratings across the five-point scale for each of the 13 items. A graphic interpretation of these data is also shown in Figure 2. 
Application of the Learning Environment Talk Scale LETS
Overall, application of the LETS shows substantial variation in the distribution of ratings across the 13 items with very few ratings of five. Table 5 shows the percentage positive ratings for the items listed from highest scoring to lowest. This shows that 29% of the scripts went into more depth with respect to their acknowledgment of the importance of the home/school context and 25% provided a deeper application of the Scaffolding Interactional Cycle. Approximately 20% of scripts reflected a more in depth understanding of the need to link teaching to children's prior learning and consider the child's cultural background. These were able to identify evidence of explicit teaching and also reveal insights into the way the leaming environment culture may support and value children's voice to promote literacy leaming. While 17% dealt with Bull & Anstey's pedagogy of literacy leaming in more depth only 12% made suggestions for improving literacy learning. Bull & Anstey's pedagogy of school was considered in more depth in only 10% of scripts and similarly only 10% dealt with the implications for good pedagogical practice in more depth. Only a small proportion of scripts (4%) focused in more depth regarding language as a socio-cultural tool for meaning making and also in recognising the significance of Bull & Anstey's pedagogy of the classroom. Also of note was the fact that the possibility of identifying alternative pedagogical talk to support literacy leaming was not treated in depth such that no script was rated above a 3 and 87% of scripts did not allude to the way the teacher or mother might have specifically adjusted their discourse i.e. offer altemative talk (even though this had been the focus of tutorial activities). To what extent does the comparative analysis:
1. Acknowledge the importance of the home/school context.
Apply the Scaffolding ¡nteractional Cycle.
3. Note the need to link teaching to children's prior leaming.
13. Reveal insights into the way the leaming environment culture can support and value children's voice to promote literacy leaming. 4. Consider that language is a socio-cultural tool for meaning making. 
Extracts from high scoring texts
The task required all students to attach a matrix of their analysis of the transcripts by line number against the application of the selected tools (e. . . This is where sensitivity to the child's socio-cultural leaming may come into play in 'how' and 'when' this particular child acquires language, generating knowledge and understanding uniquely as in Tl, L7, SIC and Bull and Anstey (Muspratt etal., 1997) . (Text 1) This pre-service teacher goes on to use this contrast to further highlight and reiterate the importance of the home-school connection and the development of language as a basis for literacy leaming:
Therefore the importance for the 'teacher/adult' to bridge a child's literacy leaming from home to school, based on their socio-cultural background is vital for a sense of accomplishment as is getting to know each child for a successful leaming journey and the construction of meaningful text linked to their world (Thompson, 2003) . This can be assisted by the home and school being in constant contact, sharing experiences from home to school and vice versa, that are meaningfully linked for the whole development of language (Malaguzzi, 1998 To gain some insights into the comparison of these transcripts we need to look at the tools of analysis and their functions in literacy pedagogy. When we examine Bull and Anstey's ideas of three styles of pedagogy; pedagogy of school, pedagogy of literacy lesson and pedagogy of literacy leaming, you begin to notice a pattem fonning in transcript two (Bull & Anstey, 1996) . The teacher in transcript two follows the pedagogy of school predominately with small fragments of pedagogy of literacy lessons unlike the parent in transcript one. The teacher spent a lot of time just accepting students' answers, rather than engaging the students with careful explanations and developing their skills in literacy. There are significant benefits for students when the teacher explains the cognitive processes and makes connections for students that relate to real life (Bull & Anstey, 1996) .
.. (Text 23)
Attention is drawn to the importance of the adults' "cognitive moves" and the way they impact on children's behaviour and leaming:
Mum was able to quickly recognise confusion and respond accordingly. Transcript two was weakened by the lack of moves from the SIC. For example, the teacher prepared the students with minimal cues to recognise and create any meaning to the activity (Culican, 2005) . Both the teacher and the parent provided affirmations to the children however the teacher failed to support his efforts through elaboration. This hindered the depth of the leaming process for the students as they had to rely on their prior knowledge for understanding . . . Transcript two however lacked significantly from the leaming opportunities explicit teaching can bring; for example there was limited scaffolding and modelling ..
. (Text 23)
In Text 14 the pre-service teacher uses excerpts from the classroom transcript to argue how the teacher's role might better support students' literacy development through more appropriate questioning techniques. She notes the contrast in this regard with the home discourse:
Contrary to Transcript 1, Transcript 2 contains many questions delivered by Mr Hammond (LI, 5, 8, 13, 17, 22, 24, 32, 34, 36, 38, 43, 48 and 53) . Rather than preparing his students with a statement which would allow them to make meaning, Mr Hammond takes one response and furthers the questioning in relation to that matter, rather than allowing children to elaborate on their initial responses. By his line of questioning, Mr Hammond is encouraging the children to call on their prior knowledge, but he is not allowing them the opportunity to participate in and experience discussions of higher levels of meaning. (Text 14) This pre-service teacher's critique highlights the important role of the teacher in being able to facilitate children's in-put, draw upon their prior knowledge and engage in thinking about the topic:
Where the children had prior knowledge, Mr Hammond did not create a leaming environment where personal experiences, knowledge and ideas could be shared and incorporated into the activity (LI8). Mr Hammond's questioning method led to interactive trouble where his questions received a variety of answers, none of which were elaborated on by the students, and which did not create a leaming environment where children were extending on, or developing new skills and resources (Culican, 2005) . (Text 14) Pemsal of Text 14 illustrates how the pre-service teacher has recognised the role of teacher's cognition and the need for children to be aware of what they are supposed to be learning and why. Conclusions are drawn about the role of children in leaming and the specific resources that teachers may use to support children's literacy development. Firstly, she recognises how the teacher's approach controls the dialogue and structures it to constrain the children's ability to respond in a way that enables their literacy leaming:
Mr Hammond fails to explicitly explain the desired result of the discussion, or model the activity, or identify how the leaming will be a useful literacy lesson for lifelong leaming (Bull & Anstey, 1996) . With his questioning method, Mr Hammond already has in his mind the direction of where he wants this discussion to go. The children are simply playing a guessing game and the answers they offer are based on personal, prior knowledge. The children are actively participating in the discussion with their responses, but they are unable to identify where the discussion connects with and intended literacy leaming, or what role the text plays in literacy skills and processes. (Text 14) Secondly, this pre-service teacher is able to analyse the discourse in terms of how the teacher's language in use, and particularly the types of verbs, might be changed to better enable children to participate and leam. The contrast between the teacher's apparent intent and his lack of awareness of how his talk may be received by the students is succinctly described in the last sentence:
By failing to prompt the children with perceptive cues such as think, consider or reflect, Mr Hammond misses literacy leaming opportunities. As well, his lack of modelling is shown by the inability of the children to further their discussions and decision-making activities. Organisational trouble (Campbell & Green, 2006) is an issue in this classroom. Mr Hammond disregards most responses of the students because he has a preconceived idea of where this lesson will lead to, but one of which the students are completely unaware. (Text 14) It becomes clear that the discourse analysis task allowed pre-service teachers' to provide evidence of their understanding of the need to consider diversity of children's linguistic and cultural backgrounds and that language is a socio-cultural tool for meaning making. As shown in Text 37 this pre-service teacher recognises that some of the children may not speak the language of instmction and that some of the concepts and language in the story may be culture bound:
Language in all its contexts can be seen as a tool for personal, social and cultural production (Reunamo & Nurmilaakso, 2007) . Given the diverse multicultural society we live in, it is highly likely that the home language of many children could differ from the language that is used for direction and leaming at school (Combs, 2006) . It is important for teachers to be aware of such differences, and to be able to use language that correlates according to each student's individual needs (Winch, Johnston, March, Ljungdahl, & HoUiday, 2006) . These ideas could possibly relate to the way language is used in transcript two by Mr Hammond. He may not realise that some of the children are unable to understand such Westem terms as "Jack and the Beanstalk and magic beans" (O'Neill, 2009 ). In future he may need to consider what is inside each student's "virtual school bag" before conducting particular lessons . .. (Text 37) This pre-service teacher also presents a detailed analysis of the teaching strategies evident in the parent's discourse:
The Mother praises and encourages the child (Transcript one [Tl] Line [L] 20, 22, 26, 32, 34) . Clear directions are given (Tl, L3, 5, 10) so the child is aware of expectations. There is evidence of coaching (Tl, LIO, 17), modeling (Tl, L18), drawing on the child's prior knowledge (Tl, LI2, 28, 30) and enabling the child to explore and discover answers for herself (Tl, L7, 13, 23, 24, 26) . The Aunt also demonstrates explicit teaching (Tl, L37, 39-43) within pedagogy of literacy leaming (Bull & Anstey, 1996) ; the reading is related to everyday life (Tl, L37, 43) and there is demonstratioti of reading strategies including predicting the story and realizing picture cues (Tl, L39, 41) . Metacognition is facilitated ( The first step towards pedagogical improvement must be improved teacher talk; this is students' central element of classroom instruction (Campbell & Green, 2006) . Teacher talk must be explicit, making the leaming available and accessible to all students (Edwards-Groves, 2003) . Success in language and literacy leaming can depend on positive teacher talk (Stanulis & Manning, 2002) . Teachers must consider that use of language to constmct meaning has influencing factors particular to individuals and settings; this can include classroom discourse, individuals' experiential background, the context of the communication and the relationship between the communicators (Emmett, Komesaroff & Pollock, 2006) . Positive language and literacy leaming outcomes require pedagogy that supports, and is consistent with, the socio-cultural backgrounds and experiences of students. (Text 16) Besides the need to incorporate strategies such as modelling and coaching this preservice teacher also recognises the need to teach children how to leam:
Teachers must know students' backgrounds, diverse abilities, interests, individual leaming styles, and bridge the literacy practices between home and school. The best pedagogy incorporates explicit literacy teaching: clear explanations; students' awareness of teacher expectations; time devoted to talking, thinking and reflecting; students encouraged to explore and discover their knowledge and that of their peers; scaffolding leaming with questions and examples; modelling strategies; coaching students needing assistance; and most importantly encouraging students (Campbell & Green, 2006) . At the heart of literacy pedagogy must be teaching students strategies, how to leam, as opposed to focusing primarily on curriculuin content (Edwards-Groves, 2003) . (Text 16) Overall the stance taken in these texts was in keeping of that of Text 37, "although transcript two's classroom discussion proved successful in some areas, it is clear that transcript one's, supportive, positive home environment exceeds the expectations for laying the foundation of the concepts of language and literacy, and fostering the child's understandings of literacy for the fiiture".
DISCUSSION AND CONCLUSIONS
In general the pre-service teachers' were able to understand and contrast the discourse of the classroom and home environment. They were also able to recognise the key features of the pedagogy in use in each context and its implications for literacy leaming. While their ability to critical reflect appears to have been limited by the word length of the essay, evidence of their understanding was both implicit and explicit in the texts. However, those with highest results were able to use excerpts from the transcripts as evidence to support and reinforce their argument with references to authoritative sources. In addition, these pre-service teachers were able to make connections between the key concepts and show awareness of teachers' cognition. They were also able to use the given tools of analysis to recognise explicit teaching in terms of teacher-moves in the teaching of literacy and the scaffolding of literacy leaming. Those whose essays scored low in this regard tended to carry out the analysis but failed to use the results to make the connection between the teacher's moves and explicit literacy leaming. This suggests the cognition aspect of the study of teachers' moves should receive more indepth treatment in the course as a foundation for language and literacy leaming. It also suggests that the significance of teacher talk and classroom discourse analysis are difficult concepts for first year pre-service teachers who have only their own schooling experience upon which to draw. The research shows that the course needs to expose students to a greater array of literacy lessons that exemplify explicit teaching through real-life teaching episodes that directly link to transcripts of the discourse involved. It would be advantageous to be able to revisit and replay to focus on specific "in-the-moment" talk (Van Es & Sherin, 2002) , dialogic spells (Leung & Mohan, 2004) and chains (Rowe, 2005) .
Compared with the results derived from the original essay scoring the LETS ratings provided a different lens through which to view the students' understandings. The LETS proved to be a valuable instrument for the meta-analysis purpose and also raised the issue of the current assessment criteria in terms of incorporating the LETS lens. Subsequently, it was used a basis for developing a scoring mbric for the essay task using the five point scale. The researcb suggests that if these pre-service teachers can understand the pedagogy of literacy leaming in the context of teacher talk from the start of their program it will enable deeper leaming during their later study and professional experiences. It therefore shows a strong need to immerse first year pre-service teacbers in tbe study of classroom interactions from tbe start of tbeir degree.
Tbese pre-service teachers were clearly able to recognise the major differences between tbe two leaming environments. All but eigbt percent of the pre-service teachers acknowledged the importance of the home-scbool context. Tbis was not surprising given the contrasting transcript contexts for leaming and the courses major emphasis on socio-cultural theory and language and literacy leaming. However, wben it came to tbeir ability to consider that language is a socio-cultural tool for meaning making, again the application of deeper analysis and higher order tbinking skills was lacking. Tbey were able to "notice" tbe more informal, co-construction of tbe dialogue and more authentic leaming associated with Sarah's interactions with her motber and Aunty Jane. This is in keeping with Rogoff (1986; 1990) , as cited in Bodrova and Leong (1996: 45) , "the changes in adult stmcturing and support followed the leamer's lead and [were] not arbitrarily imposed based on the content of the material or the abstract idea of bow the information bad to be taught". In students' comparison of the home environment with the dialogue of Mr Hammond's classroom they were able to identify bow teachers might support and value the way the home culture influenced tbe cbild's leaming and suggest bow the children's voices might be beard and their home experiences used to facilitate leaming in the classroom. Up to three-quarters of the preservice teachers were also able to make clear suggestions for improving literacy leaming and identify implications for good pedagogical practice in general.
Tbe investigation also considered the extent to which the comparative analysis task allowed the pre-service teachers to identify the essence of literacy pedagogy and whether it contributed to preparing tbem for working with families and/or communities that represent cultures and/or languages different from their own. The notion of the "virtual school bag" (Thompson, 2003) formed a core metaphor in the course to facilitate understanding of the need to adapt their pedagogical approach to children's socio-cultural background. However, had the dialogue included more in-depth talk that focused on interactions witb children from diverse language and cultural backgrounds, the pre-service teachers would have bad more opportunity to reflect on the issues involved. That is, as Thompson (2006: 2) , states: "tbe 'virtual school bag' metaphor works against the idea tbat cbildren growing up in relative poverty don't bave experience or language or know the things that they should." As noted earlier it facilitates a focus on children's strengths and how their capacities might be brougbt to bear in appropriating new school knowledges.
This meta-analysis also provided a valuable opportunity for pre-service teacbers to scrutinise and reflect on bow cbildren's literacy leaming is influenced by classroom discourse and tbe related factors of socio-cultural background, together witb the importance of the home-school connection. Further insights are gained as described by Blaise and Nuttall (2010) with regard to the power of discourse and the identification of how power operates in a classroom. This includes "noticing" how people interact and the pedagogical artefacts, and how they are used to identify dominant discourses that alert one to what is valued in the leaming environment. The findings also identify how this assignment task and the transcripts of talk can be further developed to scaffold the pre-service teachers' understanding of talk and literacy pedagogy through the use of this interactionst lens. Further, the research highlights the fact that these pre-service teachers were, themselves, exposed to a new language and culture in entering this first year course and that the researchers as lecturers were on the road to success in their efforts to engage them in the required pedagogical leaming. The issue of new language and culture is significant in that students need to be immersed in the practical experience of classroom talk. They need to understand the concepts involved prior to being faced with transcripts portrayed in the textbook. Therefore, there needs to be the explicit teaching of the language and concepts involved. From this it follows that effective teachers have acquired a pedagogical language that is discemable through the analysis of their successful scaffolding of children's leaming. If this is the case then ñiture research needs to further explore the teacher talk to identify the competencies involved to improve training. Similarly, the notion of third space may act as an additional catalyst to conceptualising and understanding the linguistic and metacognitive skills of the expert teacher.
The research suggests that such introductory courses like the one described here should build all literacy pedagogical discussions around real-life focused teaching episodes, and students should be encouraged to assist in classrooms from the start of their program (if necessary on a voluntary basis). They should also be encouraged to make observations of classroom and home adult-child talk to hone their "noticing" skills (Blaise & Nuttall, 2010) . This means a change to tertiary pedagogy to facilitating students' ongoing access to schools. The implication is that programs that facilitate pre-service teachers' participation in classrooms from the start of their study and provide continuity throughout the degree are adding immeasurable value to students' engagement and leaming.
The research findings also highlighted the issue of the danger of young children who come from diverse backgrounds being perceived as being in deficit at the start of their schooling and the importance of teachers' sensitivity to the power of classroom discourse to either include or marginalise. The study of the power of talk combined with a focus on teacher cognition and understanding of explicit literacy teaching was shown to be a valuable assessment piece that as a result of the research can be enhanced through providing preservice teachers with more in-depth involvement in pedagogical experiences that exemplify good practice through discourse. The importance of the ecology of the leaming environment and the metaphor of the child as plant growing under optimum conditions for literacy leaming (O'Neill & Gish, 2008) embedded in the democratic community of the classroom in a supportive, enriching "culture" is supported by Blank (2002: 121) who emphasises that "productive change requires a dramatic transformation of discourse". Through the study of the power of talk, in combination with its focus on teacher cognition and understanding of explicit literacy teaching, it is concluded that this important assessment piece can be enhanced by ensuring students have early exposure to in-classroom experience. When explicit teaching can be exemplified in samples of classroom dialogue in this way, then pre-service teachers will have greater opportunity to develop the capacity to understand the vital role of teacher talk and cognition in transforming literacy leaming.
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